Tin shed science: girls, aesthetics and permeable learning by McKnight, Lucinda
 DRO  
Deakin Research Online, 
Deakin University’s Research Repository  Deakin University CRICOS Provider Code: 00113B 
Tin shed science: girls, aesthetics and permeable learning 
This is a post-peer-review, pre-copyedit version of a paper published in Research handbook on 
childhoodnature: 
McKnight, Lucinda 2018, Tin shed science: girls, aesthetics and permeable learning. In Cutter-
McKenzie, Amy, Malone, Karen and Barratt Hacking, Elisabeth (ed), Research handbook on 
childhoodnature: assemblages of childhood and nature research, Springer, Cham, Switzerland, 
pp.1-47. 
The final authenticated version is available online at: https://doi.org/10.1007/978-3-319-51949-
4_94-1   
 
 
 
 
This is the accepted manuscript. 
©2018, Springer International Publishing AG 
Reprinted with permission. 
 
 
 
 
Downloaded from DRO: 
http://hdl.handle.net/10536/DRO/DU:30107452  
1 
 
Tin shed science: Girls, aesthetics and permeable learning 
Lucinda McKnight 
School of Education, Faculty of Arts and Education, Deakin University, Melbourne, 
Australia 
l.mcknight@deakin.edu.au 
Abstract 
This chapter provides a partial account of an intimate case study of an after school 
science club for young girls in a garden shed in suburban Melbourne, Australia. While hybrid 
learning spaces merging home and school have been described before (Moje et al, 2004), 
particularly in relation to girls and science (Barton, Tan & Rivet, 2008) such descriptions are 
limited to the hybridity of discourses and do not acknowledge the aesthetic, material or 
sensuous dimensions of scholarship. Instead, the study on which this chapter is based 
involves diffractive artworks taking place notionally some years “after” the science club, 
forming this chapter assemblage.  
The chapter combines images of the science club shed with further assembled 
fragments of original pedagogical intent via planning documents, and other arts-based 
interventions by the organiser/writer. Emerging with this work is the concept of permeable 
learning, based on understandings that design is multiple and human intentionality as 
curriculum is a thin-skinned and fragile fiction despite humanist insistence, particularly in 
neoliberal contexts, that it is otherwise. Permeable learning incorporates intra-action (Barad, 
2007) as both human and non-human entities merge, thus calling each other into being. So 
students and the gases they create and breath in their experiments become new entities of 
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indiscernible boundaries; as do school and home; art and science; mud and hands; public and 
private pedagogies; teacher and student; memory and experience; girl and bird, and shed and 
garden. 
Keywords: Curriculum, pedagogy, permeable learning, STEAM, gender, science, 
arts-based 
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Introduction: Questioning Boundaries and Binaries in Childhoodnature 
French poet Jacques Prévert dissolves the mathematics classroom in his famous poem 
Page d’écriture (1972), or Page of writing, in which a child at a desk imagines a lyrebird in 
the sky. The bird enters the classroom, and as if by magic: 
Les murs de la classe 
S’ecroulent tranquillement (1972, p. 211) 
The original French language retains the long vowel sounds of reverence, of wonder 
unfurling, as the walls (les murs) of the classroom fall away peacefully. The tiresome lesson 
of multiplication table chanting is transformed: windows are again sand, ink is water, desks 
are trees and chalk reforms a cliff. In the last two lines of the poem, the porte-plume, the 
quilled pen, is once again a bird. The hard boundaries between what things are and what they 
have been melt away, meanings are playfully blurred and the words of both poem and rote 
chant fly free. 
The traditional classroom’s discursive triumph over the material, its performance of 
humanist supremacy, is exposed as fiction. Prévert’s surrealist intervention allows eco-
aesthetics to bubble through the membranes that keep things apart, that maintain boundaries 
of space, time and sense. Things are more than tools for humans; here they flow back into 
their origins, form genealogies that re-instate them in the abject natural world. This release 
echoes the concept of childhoodnature, and the merging of human and other. The dry world 
of abstract mathematical sums, of dreary adult domination of the child, and the illusion of 
mastery over nature no longer holds. 
This chapter argues that while all learning spaces have their ecologies and 
materialities, as Prévert reminds us, some spaces are less devoted to suppression and 
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oppression through the rigid maintenance of boundaries and binaries such as those between 
adult/child, teacher/student, school/home, mathematics/art, human/animal and nature/culture. 
Some spaces are more open to the aesthetic dimensions of learning encounters, and these 
spaces, with their own particular affordances and constraints, can assist us in imagining what 
education might be in the Anthropocene. This is the period in which human activities are 
recognised as having a permanent impact on the Earth’s strata, becoming “a geological force 
capable of affecting all life on the planet” (Braidotti, 2013, p. 6). By exploring what happens 
in these more fluid and permeable spaces, such as the garden shed as science club ( Figure. 1) 
described in this chapter, we may reconnect with the ecological and aesthetic dimensions of 
learning, to more readily enact Prévert’s literary dissolution and transformation.  So 
childhood and nature become childhoodnature, and discourse and the material become 
discursivematerial as formally discrete concepts slide together. 
 
Figure. 1 Garden shed 
The chapter considers the dissolution of binaries by describing part of an intimate 
case study of an after school science club for young girls held in this shed in suburban 
Melbourne, Australia in 2014. While hybrid learning spaces merging home and school have 
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been described before (Moje et al, 2004), particularly in relation to girls and science (Barton, 
Tan & Rivet, 2008) such descriptions are limited to the hybridity of discourses and neglect 
the aesthetic, material or sensuous dimensions of scholarship. Instead, the study on which this 
chapter is based involves diffractive artistic provocations that work ecologically throughout 
this chapter text’s words and images, forming myriad connections and echoes with 
discursivematerial appeal. 
Combining photographs of the science club architecture and detritus taken in 2017 
with further assembled fragments of original pedagogical intent via planning documents, and 
other arts-based writerly interventions by the organiser/writer/researcher, the chapter takes an 
experimental approach. Emerging with this work is the concept of permeable learning, based 
on understandings that design is multiple and human intentionality as curriculum is a thin-
skinned and fragile fiction despite humanist insistence, particularly in neoliberal contexts, 
that it is otherwise. Permeable learning incorporates intra-action (Barad, 2007) as both human 
and non-human entities merge, thus calling each other into being. 
So students and the gases they create and breathe in their experiments become new 
entities of indiscernible boundaries; as do school and home; art and science; mud and hands; 
public and private pedagogies; teacher and student; memory and experience; girl and bird, 
and shed and garden. Permeable learning incorporates attention to the vibrancy of matter 
(Bennett, 2010) and the sensory aridity of learning spaces reliant on the Cartesian split. 
Permeable learning recognises creatures as teachers, acknowledges discursive-materially 
realised gender and challenges persistent humanist preoccupations in both teaching and 
research. These anthropocentric notions include custodianship of nature, nature or art as tools 
serving the scientist (as in many manifestations of STEAM- Science, Technology, 
Engineering, Art and Mathematics as curricular orientation) and the lens as a way to conceive 
of research (McKnight & Whitburn, 2017). Both the study, and this chapter, form richly 
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textured compositions (Figure 2.) of what learning and research might be if children and 
nature are understood to be inseparable. 
 
Figure 2. Science club table. 
Forming the chapter 
The chapter therefore delays a linear humanist narrative account of the science club, 
and seeks new ways to share concepts as practice. This page d’écriture is loosened from its 
positivist research output moorings of literature review, methodological framework, findings 
and conclusions, moorings that create hierarchical thinking (Braidotti, 2013, p. 86) imbued 
with human arrogance. Instead, imagination as well as critical intelligence are called into play 
(Braidotti, 2013, p. 82). Inspired by Prévert and the capacity for the lyric and aesthetic to 
mediate between concrete reality and abstract ideas (Bristow, 2015), a series of visual, textual 
and theoretical vignettes leak into each other and theory seeps through, concentrating here or 
there, where it is needed.  The photographs are not merely illustrative of the text, but do their 
own work foregrounding matter and insisting on the surprising agencies of insects and plants ̶  
the spider-web strand or climbing geranium stem that participate in new assemblages in the 
making. 
7 
 
So the tidy story of a science club for girls run in a garden shed, relayed by a 
researcher voice and persona do not dominate this telling, although they become folded in. 
Instead this chapter remains alert to other voices, stories, unearthings and blendings; the 
reader is invited to enter into the spirit of this reading and suppress impatience at the 
complications of collapsing concepts. The writing has not started, for example, with locating 
the researcher or theoretical resources (although these are important components of research 
assemblages), but with lines from a poem that embodies childhoodnature. Similarly, in a new 
materialist and posthumanist paradigm, the child is not foregrounded here, through a 
Rousseauian fantasy of virtue, but is part of childhoodnature’s becoming. The category of 
“child” as in “child-centred learning” is, despite its employment in progressive education, 
exhausted. To focus on the child is to focus on the human, and the human custodian is a 
concept much depleted by planetary crisis, in relation to, for example, climate change, 
accelerating species extinction and nuclear proliferation. 
Instead of research questions that seek to establish what humans did, what the 
educational outcomes for them were and how, on reflection, things could be different, the 
questions raised here are those which do not revere a reflective practitioner already suspect in 
a relational ontology (McKnight, 2016). How can one look back at something fixed, when 
entities are created through intra-action (Barad, 2007) and call each other into being, rather 
than existing prior? In this instance, research takes the form of diffractive analysis (Barad, 
2007), in which things are read through each other. This is not a mirror held up to science 
club and an account of what it was, but an imagining of what it could be, if diffracted with 
theoretically informed arts-based inquiry. The study asks: 
What dimensions of learning emerge through this project? 
It also considers: 
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• How does an arts-based approach assist with understanding what learning is? 
• How does the concept of diffraction provide alternatives to reflecting on 
learning/evaluating learning? 
• How does this study assist in conceptualising and critiquing STEAM 
(transdisciplinary Science, Technology, Engineering, Arts and Mathematics) 
education? 
• How does this study work to disrupt humanist and gendered notions of education? 
• How can this study contribute to the development of new theory in relation to 
learning? 
As the study is still in progress, this chapter shares the writing and assembly as 
inquiry and analysis that are currently in play, which attempt to respond to these questions 
and also flow beyond them, regarding them as permeable as well, as a discursive sieve of pre-
determined humanist constructs that are difficult (but not impossible) to think beyond and do 
research without (St Pierre, 2014). The pages d’écriture that are the project proposals and 
ethics applications compulsory for conducting empirical research are themselves of paper 
pulp, toner, traces of other studies, conventions, expectations and fonts, if we imagine them 
as transparent, or permeable. 
So rather than humanist rationales, whether for research or learning, we invoke the 
material (Alaimo and Hekman, 2008, p. 9) and become earth (Braidotti 2013). Perhaps all 
experiments, all lessons, should begin with the question “how is the earth?”, much as the 
common greeting in Mandarin asks “Have you eaten?” If we begin with a conceptualising of 
earth, and awareness of earth in the making within all assemblages, including that of 
childhoodnature, we may start to shift our understandings of what learning is. 
Science Club as Earth 
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How does earth write? What is the voice of earth? What story would the earth tell 
about science club? How far can personification take us, as we “benevolently” (Braidotti, 
2013, p. 79) incorporate others into the human category and reinforce presumed superiority? 
How can anthropomorphism always acknowledge its biases and limits, when humanism is 
inherent even in the grammar of our sentences, and constructs of subject and object? It is 
even present in the portrait format of this page, which echoes the dimensions of the human 
body as convention. These are questions that feel urgent, in any project that seeks attention to 
non-human bodies. 
The foundations of this study, of science club, of curriculum and of my academic 
career are in earth. The structure of the shed forming part of science club’s assemblage is 
impossible without earth, the earth of the Wurundjeri people: its contemporary local district 
name, “Boroondara”, is drawn from the Woiwurrung language spoken by the Wurundjeri, 
and means “shady place”, although the trees in this area were cleared for colonial agriculture 
more than 100 years ago. I pay my respects to the elders of the Wurundjeri people, who are 
recognised as the traditional owners of these lands, despite this imported White, Western 
concept’s inadequacy for describing the Indigenous melding of human and earth.  
Humans are always in the making as humanbeingearth, or perhaps preferably, 
humanbecomingearth, although I note critiques of children as “becoming” rather than “being” 
(Uprichard, 2008) as resigning them to an always inferior and incomplete status. Even rock is 
always forming, always changing and is far from a discrete entity. Water flows through rock. 
The slough of our skin cells is earth, as is the mud under our nails and ingrained in the whorls 
of our fingertips, as is the decomposition of our bodies in living soil (Williams & Brown, 
2012), and the inhalation of chalk dust. We have cliffs in our lungs. Our practices form the 
strata of the earth. We eat earth, on garden-sourced tubers, themselves made of nutrients 
taken up from soil. Where does one thing begin and another end? 
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If we understand that learning is always about the earth, and an awareness of the 
processual making of earth through intra-action, of temporary and permeable boundaries 
forming around coalescences of agencies, we enter new territory.  Traditional curriculum 
theory requires educators to think of aims, objectives and more lately, outcomes, on a 
trajectory away from earth, from the lesser-than-human as designated by being other than 
White, able-bodied  male (Gaztambide Fernandez, 2015). Education is designed to remove 
children from the abject, from soil, faeces and dirt, as exteriorities of the body that define 
subjectivity (Kristeva, 1982). Childhoodnature collapses the child into the soil, understands 
the child as soil. There are however risks here, that those considered close to nature (children, 
women, people of colour) are denigrated (Alaimo, 2008; Gaztambide Fernandez, 2015; ); a 
remedy for this is to emphasise that childhoodnature is part of personhoodnature. 
Templates for prac reports, curriculum planning, and research funding applications 
ask limited questions, with their focus on aims, materials and methods. We are not best 
served by seeking ever Whiter, more ideal, more perfect, more educated humans. Instead we 
need to ask what is changed, decomposed, accumulated, preserved, eroded and contaminated 
through our practices. These are the phenomena (Rotas, 2016, p. 180) of becomingearth 
happening and forming here, as soil “actively promotes life and is itself alive” (Williams & 
Brown, 2012, p. 43). Writing about science club is not about triumphantly performing set 
piece demonstrations of human mastery over matter with children, so that abstract concepts 
might be introduced and remembered. Science club could be a shivering, as worms turn us 
over in our graves-to-come, an awakening to the vibrancy of matter, rather than to our power 
over it and a sensitivity to the material world, rather than relegating it as a backdrop to human 
actions. 
The foundations of science club in becomingearth are made most obviously as we add 
our weight to the concrete slab of the shed floor, so that we are aware of the material 
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beyond/below the neat list of apparatus and materials required for the first science club: 
nappies (diapers), water beads, water, Ziploc bags, salt. Diffracted with new materialist and 
posthumanist theory, pushed through the narrows of becomingearth, this list, emulated in 
countless classrooms, might always begin with “earth”. This would be an acknowledged 
materiality more fundamental than simply that required for an experiment as performance of 
human control. 
The material turn in theory might also be described as the turn to dirt. This is not a 
turn as in an oscillation of a human figure, but of the turning of dirt by multiple organisms, 
such as the plumules rearing from a seed or an ant collecting tiny particles of soil. This is 
how we might turn ideas and materials in science club, inspired by Braidotti, who draws on 
Gilles Deleuze, Jane Bennett’s (2010) assemblages of vibrant gutter matter, Ladelle 
McWhorter’s (1999) concept of dirt and flesh as cousins, Diana Coole’s attractive and 
repulsive dirt (2015), Jussi Parrika’s (2012) dirty media discourse, and the work of further 
feminist materialists such as Stacey Alaimo (2008). These are the theorists informing this 
writing as diffractive practice (Barad, 2007) remaking science club, rather than reflecting on 
its outcomes. 
This new science club does not begin with an experiment title for an activity, as the 
other science club did, with: 
• Fizzy sherbet 
• Elephant toothpaste 
• Water beads 
• Silly Putty 
• Chromatography 
• Birds’ nests, or 
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• Christmas crystals 
Such titles elide a bigger picture. Instead we flow into a kind of “ca va?” of the earth, 
a “how’re we going”, a return to recognition that we (human and non-human) are constantly 
making the earth and each other. Common sense informed the original science club that the 
happening that mattered was doing experiments in a pop-up shed lab, that the only materials 
that mattered were those of the equipment lists on the handouts. This demonstrates the 
extraordinary tunnel vision of conventional science. We were also, for example, 
simultaneously contributing to the compaction of topsoil under concrete, in a fleshcementsoil 
assemblage.  
To dare to write these words is not science happening as we allow it, but science as 
“knowledge making” - the etymological derivation of the word  in another, more open way, 
based on another kind of heightened, multi-sensory “observation”. The primacy of this 
looking word in science is another humanist trope that is difficult to avoid (McKnight & 
Whitburn, 2017). There is science beyond the pre-determined demonstration of human 
management of natural phenomena, that begins and ends with the donning and doffing of our 
disposable gloves; I have written about the notion of the “man-ager” elsewhere (McKnight 
2016). This is science as always already becoming, not what we are or know in a fixed sense, 
but what is in the making. This is science in which the researcher is always becoming the 
matter being investigated, rather than studying it at a distance. 
Intra-action of various agencies, including children’s bodyweight, reduces the pore 
spaces of the soil under the science club shed, so that microorganisms struggle to move 
through it, makes it hydrophobic, so that water moves away from it, and prevents the 
formation of leaf litter, with all its regenerative vibrancy. I refer to a children’s book here: 
Rachel Tonkin’s Leaf Litter: Exploring the mysteries of a hidden world (2006) illustrates this 
beautifully and interactively, with each page a fabulous assemblage of layered and living 
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matter. The soil is already changing over time, with old cement dust from the laying of the 
concrete altering its pH. Standing on this concretesoilcompaction makes our human bodies 
too, its hardness locking out our knee joints and testing the fluid-filled discs cushioning our 
vertebra, so that we ache. 
Leaves blow in under the loose doors, slowly forming new drifts of soil in concrete 
corners. Our shoes break up these leaves and make dust that we breathe in windy gusts. This 
making cannot be disentangled from the cultural practices of further waves of migrants, who 
have removed Boroondara’s vegetation in another cycle. Most of the mature canopy trees in 
the area, largely deciduous trees reminiscent of Britain and planted in the mid twentieth 
century, have now been removed. Nor can the soil’s composition be disentangled from the 
recent Australian drought, which killed many trees and has changed the nature of the soil. 
What we are becoming, breathing and breaking down into in the shed, is part of migration 
policy and global shifts in human traffic, nostalgia, climate and more. 
The chalk dust from drawings on the shed walls speak of the educational play regimes 
of the middle class mother, rust particles from disintegrating corrugated iron are endless 
products of the pickling liquor of galvanization, and evidence of the contamination of other 
soil in the process. The ivy that penetrates the flimsy shed structure mocks the inside/outside, 
home/garden binaries and its carapace of hairy stems diffracts the human intentionality of 
shelter design, growing to its own thick imperatives and necessities, blurring and re-making 
the shed, allowing birds to build their nests there. The shed is also inseparable from its 
original purpose; it is a tiny garage for an early automobile. We are not so far away from a 
busy main road, and if we listen, we can hear, like George Eliot’s roar of the universe that 
Braidotti reminds us of (2013), the cars’ engines and taste the heavy metal particles we 
ingest. 
None of the above is mentioned in the first science club. 
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This account describes the vitality of the shed, not as a container space for activity- 
this is problematic (Barad, 2007; Snaza et al, 2016), but as a happening metaphor for learning 
and life as intra-action, of agencies calling each other into being, forming as they move 
through each other. Invisible, contingent membranes form too, like the skins on liquids, but 
these are always more or less permeable. Child and nature, child and car, child and soil are 
only separated by conjunctions. Even childhoodnature is only separated by the kerning 
conventions of this font. Yet semiotics still insists on the binary; readers perceive two signs 
here. Perhaps we need a new combined word, a “chanterduil”, perhaps, interweaving these 
signs to enact entanglement. 
I thought of none of this, running science club, or at least, imagining I was running a 
science club rather than participating in a teeming shed ecology, being made by it myself. 
Humanist teacher as mythmaker and proponent of impermeability, I was secure in the 
repeatability of routine and the shoring up of Cartesian logic. I had not even begun my new 
materialist and posthumanist reading, or encountered any of the ideas that shape the 
diffractive narrows of this new version. As writerreserachermotherstudent I too am always in 
the making, with ideas leaching into and out of me, with new thought and movement patterns 
flowing. Recognising the human in posthuman, I turn now to the account of science club that 
well-trained readers might have been expecting, which serves to provide missing discursive 
elements that also form part of this assemblage. Yet it is read now, if the chapter has been 
followed sequentially, through the insights of the alternative, diffracted account above. 
Science club as Narrative 
There is another story of science club, a neat narrative that puts dirt in its proper 
place, in the materials list of Experiment Seven: Birds’ Nests. In 2014, my nine year old 
daughter’s local State primary school obtained funding for specialist science training for two 
teachers and offered a lunchtime science club for students. This was so popular that 
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attendance had to be carefully managed, and my daughter had to wait some months until the 
Grade Twos were allowed to go. During this time, her enthusiasm waned, and she told me 
she had realised that science club was just for boys. I did my best to persuade her otherwise 
and by the time the form came home to be signed, she intended to participate. Alas, again the 
club was hugely oversubscribed, and by chance, all the female applicants in my daughter’s 
class were not accepted. 
As a PhD student in gender and education, who had just submitted a thesis on 
gendered bias in coeducational curriculum design, I had time and the inclination to create an 
alternative science club with my daughter. I had no intention to do research in relation to the 
club; this was an entirely domestic project to correct a perceived gender politics injustice, and 
as an aspirant middle class mother, to ensure that my daughter did not miss out! The science 
club I refer to in this article from this point, providing the focus for this research, is this 
alternative club. 
The school provided me with a list of topics their science club covered, and I used the 
internet to find and design activities, supported by sites such as GEMS.org (Girls Excelling in 
Maths and Science) and my own collection of child-rearing books. My previous studies had 
involved art, literature, biology and physiology, so I was able to put this transdisciplinary 
aesthetic and scientific background to use. I wrote a lesson plan for each of eight weeks, 
which also functioned as a handout for the children, and we invited all the five girls from my 
daughter’s class who had missed out on selection for the school club. Parents paid a small 
sum to cover the cost of materials and refreshments: I made an after-school snack cake each 
week. The club took place after school, in our garden shed, an old tin structure four by six 
metres, in which we installed a central table for experiments. I wrote up each week’s title on 
an old child’s chalkboard (Figure. 3).  I knew the experiments would be messy, and I wanted 
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the girls to play and explore freely, so the shed seemed an ideal location. I did not want dirt in 
the house. 
 
Figure. 3 Chalkboard. 
For reasons of insurance, this was construed as an informal, playgroup type activity, 
located in the community and not in any way related to the school. It was not informed by 
mandated national curriculum, but by my own feminism and desire for girls to enjoy science. 
I designed and printed off posters of young female scientists, for example, Aynur Askin, who 
has developed a system for using the wings of butterflies in textiles (Celikkan, 2014), that 
played up the interrelationship of arts and science in a girl-friendly way.  
As a poet and artist, I was interested in the concept of STEAM, incorporating art into 
science, technology, engineering and mathematics, and had long encouraged the pre-service 
teachers I lectured to design transdisciplinary curriculum, for example blurring physics and 
science fiction. I had a strong sense of enacting this through science club, of creating a 
sensorily delightful experience and an aesthetically pleasing space that blurred studio and 
laboratory (the space had been used by previous owners as a picture framing workshop) and 
also natural world, as the shed was sited in the garden and had windows and views on to 
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greenery. I put a derelict antique cabinet along one wall, and set up a collection of old glass 
vases (Figure 4.) and flasks where they would catch the light. 
 
Figure 4. Vases. 
I was wary of falling into the trap of making girls’ science all about make-up and bath 
bombs, but also wanted to complicate the masculinist precision of the lab, both physically 
and through the experiments; for example, we used our chromatography strips to make 
colourful butterflies (Figure 5.) that we suspended from the shed frame. This was a science 
club initiated by a feminist artist, predicated on owning a suburban block big enough for a 
garden shed and only working part time. 
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Figure 5. Filter paper butterflies. 
Science club was a lot of fun, but sometimes I became concerned that my carefully 
planned procedures were not being followed. The girls were just as interested, if not more 
interested, in moving between the shed and the surrounding garden, picking and eating snow 
peas and checking on the baby birds in the nest made in the ivy surrounding the shed. As an 
experienced teacher, I felt the familiar impetus to keep my students on-task. How much were 
they learning about scientific concepts? If I tested them, would they be able to remember the 
chemical equation of our citric acid/bicarbonate of soda fizz? Explain how polymers get 
bigger? Describe the properties of fluids? What knowledge would they be able to 
demonstrate to their parents? There were, of course, no tests. At the end of science club, I 
received some lovely thank you cards from the students- whatever they had learnt, they had 
certainly enjoyed and appreciated the opportunity. 
What are the inadequacies of this account? What of the proliferation of “I”s, as the 
human and its intentions come to the fore? Despite my interest in the embodied experiences 
of the children (or rather, my plans for these), this account situates us all in a discursive 
bubble, in which we are insulated from the materials surrounding us, unaware of and 
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impervious to the myriad connectivities and complexities of existence. Science club 
performed the illusion that chemistry happens when we let it. 
I received my doctorate just as science club ended. I was fortunate to have Bettie St 
Pierre as one of my thesis examiners, and she advised me to read in directions my own 
doctoral supervisor had been reluctant to take. Over the last few years, since the first science 
club, I have read until my eyes are sore as advised (St Pierre, Jackson and Mazzei, 2016), 
absorbing new materialist and posthumanist theory. Science club has been constantly in the 
making with this reading, reforming through acts of both memory and imagination. 
Concurrently, the fields of childhood studies and curriculum studies have begun to move in 
similar ways (Snaza et al, 2016, p. xv), so that there is even more to read. In the following 
section, I turn to the theoretical resources that I draw on in creating the versions of writing as 
inquiry above. 
Tin Shed Theory for Permeable Learning 
This chapter is not a call for environmental education, for forest or bush schools, or 
shed schools. Nor is this work related to the teacher practice of “porous learning” understood 
as enabling digital delivery of school curriculum at home (Jesson et al, 2015). This chapter 
does not simply describe the ecologies of a particular educational site, but seeks to advance a 
theory of permeable learning that emerges from the accounts above (and following) and the 
particular materialities of the shed as happening. This is in stark contrast to an evaluation of 
science club, and an assessment of what learning its participants have retained so that its 
outcomes and impact may be determined (as if these things could in fact be known). 
Instead the chapter shares a material and arts based research and curriculum strategy 
that is conspicuously in the making in this writing, not something executed in the past that is 
being unproblematically reported on. The tissue-thin page membranes that separate the 
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chapters and sections of this handbook are themselves permeable, so that what the collection 
has to say about, for example, “pedagogy” flows through, becomes concentrated here or 
there, as it is taken up into new assemblages shaped by digital search functions, white space, 
interests, time constraints, eyeballs or ears. 
The notion of pedagogy as place, of purposefully creating particular kinds of learning 
environments with attention to their aesthetic dimensions has been a recurring theme in 
educational literature. This has been realised, during my teaching career, by theorists drawing 
on John Dewey and Maxine Greene’s earlier work on experience and embodiment, still with 
a focus on the nurturance of the human. This work pays attention to “non-school settings” 
(Schubert, 2004, p. ix) such as science club as backgrounds for learning, but also gestures 
towards the material, if only through metaphor, to the need for “fertile educational ground” 
(p. xiii). This metaphor may, however, serve to reinforce a nature/culture binary through its 
oxymoronic tension between dirty agriculture and pristine school. 
Julian Sefton Green has recently undertaken a review of learning at non-school, 
defined as “contexts where teaching and learning aren’t usually understood to be the primary 
purposes of place” (2013, p. 20). He describes these kinds of learning spaces as traversing 
boundaries, where school and out-of-school intersect, and as under-researched, unless via 
project evaluations which ignore larger questions around learning. Sefton Green does 
acknowledge other non-human participants in these spaces, such as tools and affect, but as 
context for human practices, not agentic intra-action. 
I also acknowledge the work of Elizabeth Ellsworth. Her Places of Learning (2005) 
begins with William James’ quotation about things not made, but “in the making” (p. 1). She 
is already moving towards a kind of permeable learning, with her desire for a “reciprocal 
opening” (2005, p. 9) between learning and the aesthetic and her call for investigations not 
models; this is the gist of Prévert’s poetic critique of multiplication table rote memorization 
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in Page d’écriture, and of my writerly interrogation of the science club curriculum. Ellsworth 
describes encounters with art works, and the material’s capacity to know, as she draws on 
Winnicott’s transitional space and pedagogy as a “web of interrelational flows” (Kennedy in 
Ellsworth, 2005, p. 24). These concepts shift our sense of the boundaries and siloes of 
education, as bodies dissolve into and out of what we were and what we will be, with insides 
and outsides related not opposite, and receptivity to “encounters with the unthought” (2005, 
p. 37). This creates new possibilities for shed and garden, home and school, gut and skin. 
 Her understanding of intent as agency distributed across multiple bodies is also 
helpful, and reinforced by Barad (2007) who writes of intentionality as entangled human and 
nonhuman agencies. I aimed to stick to the school’s sketched-out science club curriculum list, 
but the purchase volumes, volatility and storage requirements of carbon dioxide meant that 
we had to skip the week on Dry Ice Bubbles. What happens is not simply what I want to 
happen: matter really matters, and has the capacity to blow the door off my refrigerator!   
The diffracted science club’s attention to matter, and to transversality, also flows from 
the work of material feminists over the last decade or so, and the realisation of the ontological 
turn, in which things are understood to have the capacity to speak back (Lather, 2016). 
Concepts of intra-action and assemblage (Barad, 2007), of vibrant matter (Bennett, 2010; 
Coole & Frost, 2010) are vitally important to this work. 
Viscous Porosity and Permeable Learning as Related Concepts 
Nancy Tuana’s work is also closely linked, as she has developed the conceptual 
metaphor of viscous porosity (2008, p. 189), to understand how subjects are constituted 
through relationality and to explore the intersections between things, people, biology and 
culture. Her planned feminist essay on embodiment shifts, via the forces of Hurricane 
Katrina, to an encounter with “levees, hurricanes and swamps” (2008, p.189) in a manner 
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similar to my emergent awareness of science club as more than a planned list of experiments. 
Instead of a discursive account, my accounts, even the more traditional one, become shot 
through with dirt, rust, birds, snow peas and cornflour. Tuana prefers “porosity” to “fluidity”, 
as she feels it indicates resistance and complicates interrelations. In contrast, I have chosen 
“permeability” as guiding metaphor, in part to distinguish this work from that of developing 
digital learning strategies as porous learning. 
Permeability and porosity are related concepts. Permeability, in relation to earth and 
soil sciences, is a measure of how readily fluid passes through rock, and in chemistry, 
describes how things may pass through membranes. Porosity is a ratio, describing the fraction 
of void space (the space between particles) in a given material. Something that is porous has 
more space and less matter, and is described by the mathematical relation of these 
comparable volumes. For my purposes in seeking a metaphor for learning that fits new 
materialist and posthuman sensibilities, “permeability”, as capacity rather than state, has a 
stronger sense of movement across and through, and this encompasses the sense that things 
may be more or less permeable. Borrowing from chemistry, the membranes that create 
ostensibly separate entities are themselves not fixed, but better understood as a “fluid mosaic” 
(Nelson & Cox in Frost, 2016, p. 65), always shifting and in composition. Yet these 
membranes are enough to allow the perception of contingent and ephemeral entities, and 
prevent the dissolution of all into universal soup. 
In permeable learning, things are recognised as mutually co-constitutive, moving 
through each other, becoming anew as they intra-act. Membranes, both physical and 
discursive, form through coalescing forces of natureculture, temporary boundaries that are 
never solid, but are open to possibility and to continuous becoming. Curriculum, or planning 
might be understood as membranous, textual assemblages of words, spaces, politics and 
passions- I am reminded here of Ted Aoki, cutting holes in the curriculum (described by 
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Pinar, 2011, p.1) to open it to possibility. If curriculum is a perforated, gelatinous membrane, 
not a straightjacket or order, what might flow through it? This is curriculum as described in 
one of Yoko Ono’s Instruction Paintings, in which she advises the reader to put a hand up to 
the light, “until it becomes transparent/and you see the sky and trees through it” (Ono, 2012, 
p. 36). What can we see through curriculum? Or if we can put aside this humanist 
preoccupation with vision as perception, what do we sense through curriculum? What can 
filter through this grid of intelligibility re-imagined as fluid mosaic? 
Curriculum and Childhoodnature 
This different orientation immediately throws up radical transversalities; this is much 
more than the oft-described gap between planned and enacted curriculum. Suddenly 
curriculum does not just work one way. Things flow in all directions. Animals can teach. 
Children are nature. Science no longer starts and stops in the linear temporality of school, but 
is always already forming as questions, as art and as matter. So we might ask of any 
curricular project: 
• What are we pretending is discrete? 
• What are the contingent boundaries, layers or membranes we perceive forming? How 
have they formed (Barad, 2007, p. 23)? What is called into being through their 
formation? What do they attempt to prevent and enable? How readily do other things 
pass through them? 
• What strategies can we use to disrupt the representational logic of curriculum 
documents, like the science club handouts? 
• How is matter co-composing this learning phenomenon? 
• How can we break down the boundaries between disciplines in this event? 
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• Who or what is participating in the choreography of the encounter (Coole & Frost, 
2010, p. 36)? 
• How are we performing binaries in planning, in particular that of nature/culture? 
• How are we contributing to both bewilderment (Snaza, 2013) and wonder (Snaza & 
Weaver, 2014, p. 7)? 
• How are we flattening the human and challenging humanism? 
• What constitutes the materiality of places-as-happenings here? How can we thinkact 
ecologically? What are the notional waste products of this learning act? What will 
happen to them? 
Other educational theorists’ ideas infuse these questions. In recent publications, there 
are calls for the borders between pedagogy and curriculum, nature and culture, human and 
nonhuman to blur (Snaza et at, 2016; McKnight et al, 2017). There are demands for “a new 
politics of attention” (Snaza & Sonu, 2016, p. 30) echoing Bennett’s “new regimes of 
perception” (2010, p. 108). If we turn this to science club, we perceive new phenomena, 
perhaps a colonial fantasy of subjugation of the land/Indigenous peoples? There was no 
acknowledgement of country at science club. The municipality of Boroondara, the shady 
place, no longer requires it at council meetings (Masanauskas, 2017), in a related 
performance of ignorance and forgetting.  Do we perceive a performance of the “narrow 
governmentality of scientificity” (Lather, 2013, p. 645)? The reproduction of capitalism as 
“the engine of environmental degradation” (Miles, 2014, p. 8)? The excess materials I 
purchased for science club lie discarded in the shed. One week I put around fifteen swollen 
disposable nappies (diapers) in our rubbish bin, after the girls had tested the superabsorbent 
polymers lining them by filling them with water. 
Is science club the product of a struggling education system that channels scarce 
material resources towards boys? And/or is it a mechanism of exclusion reliant on middle 
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class cultural and economic capital, despite my feminist pretensions? Do we perceive a 
shoring up of the boundaries between child and nature, as children follow adult instructions 
to manipulate natural phenomena? 
What would a science club be that “challenges assumptions towards cognitive and 
practical mastery over the world” (Frost, 2011, p. 78)? How could we resist the tyranny of the 
topic and honour the concept as creative agent (de Freitas & Sinclair, 2013, p. 466)? Through 
all these questions, further science clubs are forming, clubs that may follow Barad’s advice 
that we should not take for granted what needs to be investigated (2007, p. 26) and that there 
are outcomes other than those defined by the “thrust called intent” (p. 32). In this way, 
science club can challenge what has been described as fascistic curriculum (Pinar, 2011; 
Helmsing, 2016). 
This is therefore not a template for permeable learning, but a call for tin shed thinking 
in curriculum planning that allows matter to take centre stage, that counters dull, disciplinary 
silo-thought, that eschews learnt ignorance and insensibility to actual places-as-happenings. 
Even students on the third floor of a brutalist school building can do tin shed thinking as 
permeable learning, alert to the fluorescent light co-composing their blood counts 
(Landesberg & Quatrale, 1996) and the xylene marker fumes in their airways, perceived 
through the teacher’s tidy but permeable lesson-script. 
Tin shed Thinking: Reconvening Science Club as Poetry 
In this chapter I have moved from a surprising materialdiscursive account of science 
club as earth, through a more traditional narrative account (although I acknowledge the leaky 
borders of these contrasting stories) and an overview of relevant theory informing new 
curricular orientations. I turn now, again as if burrowing through earth, to a re-imagining of 
science club as: 
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• becoming iron 
• becoming concrete 
• becoming polymer 
• becoming stem 
• becoming bird, and 
• becoming soil. 
In doing this, I take one of the science club experiment plans (acknowledging that 
these weekly experiments were permeable to each other) and diffract it with the writing of 
poetry, treating both these texts as permeable overlays of each other. I treat both my original 
science club plan, reproduced below, and also this further diffractive writing, as sieves 
through which things pass and are made. This juxtaposition allows the reader to think about 
what these texts try to retain and what they allow through. In this way, we can read the 
science club plan through the poem, and vice versa, so neither serves as a fixed form of 
reference, and we perceive what and how differences are made (Barad, 2007, p. 30). We can 
also sense what moves through, and what is made in assemblage with the previous vignettes, 
of science club as earth, of researcher narrative and theoretical explication. 
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     Science Club Week 7 Birds’ Nests 
Aim: to study how birds make their nests and make our own. 
Materials: dirt, water, sticks, leaves, twigs and dried grass, ice cream container to make mud 
in. 
Method:  
1. Collect your materials. 
2. Mix some water into dirt in your ice-cream container to make mud. 
3. Experiment with making a nest, using the mud to stick things together. You can shred or 
tear the materials, twine and bind them. 
4. Practise using two fingers like a beak, so see how skilled birds are at nest-building. 
5. Leave your nest to dry before trying to move it. 
Findings: 
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     Science Club Week 7: Birds’ Nests 
 
Woiwurrung word, and still 
the ground is thickly shaded 
here where iron wave 
casts ripples laid 
over acrylic skin. 
Bird flit from ivy dark, 
Pre-Raphaelite, polycarbon-night. 
Swift, lark, I do not know  
your name. 
Thermoplastic pants elastic 
makes us pluck and weave. 
The female builds 
allometric-wise, the nest 
thick-twig-sticks will 
hold her mass. 
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Saliva binds, inside 
the humans shriek. 
[Sweetie, don’t get your dress dirty!] 
 
Checked cotton, all be-smock’n 
limbs, claws, digits do 
that women’s work, 
BlueScope branded, zinc strippin’ 
party trippin’. 
Here is mud. Here is moss. 
All these raw lovelies make 
a pretty child at play 
in rosy glass, paint,  
and rust-sucked muck, 
in foot-pestled powder 
on dried bird-dribble 
splashed cement. 
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[Honey, you don’t want to mess with that!] 
 
I must feed my young 
bird’s egg banana cake and,  
for God’s sake 
polypropylene vanilla sludge 
polyethylene dust and stuff 
that clogs Bangladesh, 
strangles seals. 
The very same that makes 
transvaginal mesh if 
you mix it ̶  quick girls  ̶
with cows’ or pigs’ 
tissue. So one fine day 
we’ll know our melt-flow rate, or 
become degraded, oxidised, 
crackled, brittle… but, 
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but ̶  we’re only little. 
[Samantha, this project has gotten out of hand.] 
 
Fifty five million 
tons of us will feed 
a global goblin market. 
We will leach BPA, 
we latex angels of the home, 
when we go to landfill. 
In one bird’s nest 
is a fine petroleum line, a 
bread bag tie. 
Give us this day 
voracious fungi, larvae, pupae 
plastic-munching, ladies lunching, hope. 
In science we trust, 
in chemistry’s base mettle, 
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not in alchemy, 
mystery, artistry. 
[Careful! Why don’t you hand that to your brother?] 
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Writing Poetry as Diffractive Research 
Poetry is more porous than prose, with strikingly more void (white) space around the 
textual material on each line when compared to prose, and a grammatical, syntactical 
looseness that leaves room for interpretation and imagination. Poetry created as and through 
associative, intuitive, sensuous, affective energy, is ideal for challenging humanist and 
positivist reason. It also has particular affordances for exploring new materialist themes 
(McKnight, 2016; McKnight et al, 2016) and the Anthropocene (Bristow, 2015). This is to 
move beyond understandings of poetic research as attention to solely human experience as 
heightened state (Leavy, 2009), but to awareness of a more diverse universe. I’ve argued 
elsewhere that: 
this is poetry as experiment, not literature, poetry put to work empirically to 
engage the medium, the water or air in which we (both human and non-human) live, 
breathe, move, and learn. This is poetry as realization of some of the ambitions of 
new materialism, as a concrete example of what this more diffuse, fragmented, 
naturally attuned, and multiple thinking might look, sound, and feel like. I offer new 
ways to be with emerging theory in education (McKnight 2016, p. 198). 
As an intervention here, it serves to break down silo thinking that separates 
curriculum, literature and the writing of an academic book chapter. If we squint through these 
textual layers, and blur their boundaries, we fall into a tumble of Indigenous memory, animal 
husbandry and subversive wordplay, as girls and readers delight in vividly and aesthetically 
realised dirtplay, then get pulled up short by the square brackets of parental discourse. Words, 
images, ideas and things can move between different spaces-as-happenings. The poem itself 
includes multiple intratextual references to sections of this chapter, and intertextual 
references to sources such as Christina Rossetti’s poem Goblin market (1862/2017) and other 
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Victorian literary and artistic texts setting up enduring relationships between women, 
children, nature and domesticity; these emerge through the arts-based practice of writing 
poetry as research, as materially rich creative and cultural resonances that may elude other 
forms of inquiry. 
References to Pre-Raphaelite paintings and poetry suggest an urge for the naturalism 
and close attention to detail of their lush gardens, and also highlight the risks of their 
romanticism and sentimentality. Such works were produced in the context of rigidly sexist 
moral and professional mores, by an artistic “brotherhood”. While new materialist theory and 
research practice has been critiqued for its absence of politics (Snaza et al, 2016, p. xviii), this 
poem brings gender politics to the fore, with a simmering resentment of the materially abject, 
dirt and faeces-smeared feminine work of the home, that is ironically echoed by the girls’ 
testing of nappies as polymer samples, and the wearing of pseudoscientific latex gloves in the 
domestic setting of science club.  
What further insights come into being, when reading these texts diffractively to try to 
answer the open questions posed above of any curricular project and awake Bennett’s “new 
regimes of perception” (2010, p. 108)? There is a greater sense of the complexity of the 
choreography of the encounter in the poem, and of learning in the club. We become aware of 
affect, with a bulge of urgency rather than the flat complacency of the plan with its matter-of-
factness. This dry tone of science as procedural text is immune to the unexpected 
entanglements of process, even though it gives a patronising nod to the wisdom of creatures. 
The plan reads as insensible to the aesthetic dimensions of the project described, or to the 
possibilities of humanbird or humanplastic assemblage that the creative affordances of the 
poem enable. 
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The poem does not pretend that the experiment is discrete from the materialdiscursive 
world of broader communications, whereas the plan forms an ostensibly less permeable 
bubble. For example, the poem gives reference to the media, via recent reports of scientific 
advances in the waste management of plastics via consumption by wax moth larvae (Sample, 
2017). The lines in square brackets are quoted from telecommunication giant Verizon’s 
(2014) advertisement promoting the participation of girls in science, Inspire her mind, that 
went viral online around the time science club launched. This advertisement shows a young 
girl interacting with (or  rather, intra-acting to co-create) the environment, yet being thwarted 
by her parents’ gendered concern and reminded to conform to being “a pretty girl” who does 
not play with yukky nature. In the final frames, the grown-up teenaged girl approaches a 
glass covered noticeboard advertising a science fair; she does not read the notice, but touches 
up her lipstick while admiring her reflection in the glass. 
Steel industry multinational BlueScope owns Lysaght, the company which galvanised 
the iron of the shed; we work and play with ironic, feminine Lysaght logos (Figure. 6) on the 
wall that neither the girls, nor I, think to investigate until I come to take the photographs 
forming this research assemblage.  
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Figure 6. Corrugated iron company logo. 
These logos represent the masculine-dominated professions that this STEAM-fired 
club imagines the girls may one day permeate. Surgery, another of these fields, contributes to 
the becomingmachine (Braidotti, 2013) of posthumanism; one  surgical procedure has 
resulted in multimillion dollar claims for compensation by women whose sexual and 
reproductive organs have been repaired with faulty plastic mesh, after damage sustained in 
childbirth (Campbell & Fishwick, 2017). What is the gender politics of this plastic 
manufactured by global corporations, the same plastic we mix mud in, absorbed from my 
daily media reading and filtering though into poetry? The poem collapses girl and woman, 
child and mother, and all into matter that complicates interiorities and exteriorities. 
The Absence of Curiosity 
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The absence of curiosity about our surroundings is curious, and might be offered as a 
key finding of this study, even at this early stage. Despite its romantic, feminised garden shed 
location and girl power posters, the original science club presents as a list of topics, not 
questions. It offers a single procedure to follow to reify human understanding of the world, 
despite the proclivities of science to disprove what has been believed before. The dirt-writing, 
narrative and poem of this chapter conspire to expose how our rote activities, like Prévert’s 
multiplication tables in his Page d’écriture poem (1972), demote and conceal the matter in 
which we are immersed and part of, so that our connections to the wider world are lost. We 
focus on the human-arranged set piece demonstrations at hand. 
I forget to write “plastic bags” on the materials list for the birds’ nest experiment. I 
call the girls in when they are spending too much time looking at the birds in the ivy nest. I 
hurry them on when they are examining how the helices of snow pea tendrils secure the 
plants to their support. Science club learning, despite pretensions to breaking down binaries 
of home and school, girl and scientist, child and nature, is predicated on a particular 
understanding of what matter matters. It is all too easy to elide my deployment of a dire 
global pollutant (plastic bags) as common-sense science club equipment and to steamroller 
the wonder of the materiality of existence in favour of my planned imperatives. 
We know the shed floods when it rains, due to drainage issues with the new 
development at the rear, but do not think to experiment with engineering a solution together 
in science club, even when the girls’ mud nests are at risk. We could be mixing cement 
ourselves, filling sandbags, running hoses, using spirit levels and examining Google Earth to 
check building and permeable soil ratios on surrounding blocks, even as we talk about 
satellites, security, privacy, monopolies and topographies, not to mention earth art and the 
agencies of water. 
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Instead of perpetrating learnt ignorance, we could be finding out what humans call the 
bird in the ivy shed nest, and how these birds call to each other, how they build their nests. 
How do their lives compare with those of the birds whose yolks we have just ingested, in our 
banana cake, the nutrients from which will enter and become our cells? Would birds ever use 
a human-made nest? We could consider how these garden birds fit into broader bio-diversity, 
especially considering the removal of the tree canopy due to recent migration patterns. Along 
with the sound of traffic, the roar of chippers provides a forgotten backdrop to science club; 
this is the roar of the universe Braidotti urges us to hear (2013). We could spend a whole club 
slot watching and listening to the bird, learning from the bird, wondering what the bird learns 
from and about us. 
What of my impervious and imperious attitude to the waste matter created through 
science club? What of the elephant in the shed, the pile of acrylic and latex paint tins (Figure 
7.) that my partner and I are not sure how to dispose of? Science club completely ignores this 
matter. Ever-ready consumer, I purchased new matter (water beads and nappies) to explain 
polymers, when the shed was already full of them. We could have explored the chemistry of 
paint, opened the tins, tested the paint, found out how to re-use and recycle it, discussed the 
history and properties of lead (inevitably present on our house, given its age). The periodic 
table is not in a book or a chart. We are breathing it, at 0.1 micrograms per cubic litre of air, 
and storing it in our bones. This is science infusing, or permeating through everything, not 
presented as if by a magician, with a precise beginning and end to the show. What would a 
science club be, in which children designed the experiments? What would a science club be, 
led by birds, paint, water and soil? What about a science club in which art proved the basis of 
each event, rather than demurring as handmaiden to the explication of superior scientific 
concepts, or as an add-on to use up free time at the end? 
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Figure 7. Paint tin collection. 
In the early 1990s, Joseph Dunne was already lamenting the instrumentalist turn in 
education, and the backlash against progressive movements. He dreamt of an alternative 
derived from “the nature and texture of a practical engagement” (1993, p.8) but before the 
bodily, new materialist and ontological turns in philosophy. Science club sought to provide 
such a practical engagement, yet still falls short, in that it was conceptualised prior to my own 
engagement with these turns. It is discursivematerial theory-diffracted science club, however, 
that acts as a kind of hinge (Ellsworth, 2005) for different thinking and acting, as explored in 
this chapter. 
I have tried to avoid romanticising or sentimentalising nature, or children, here, and 
falling into the trap of positing nature as salve, or panacea for human ills, or as vehicle for 
presenting humans as saviours, as a well-known passage from E. Nesbit’s classic The 
Railway Children (1906/2008), in which the children attempt to make mud nests, does: 
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 “I’ve often thought people don’t do nearly enough for dumb animals,” said 
Peter with an air of virtue. “I do think people might have thought of making nests for 
poor little swallows before this.” 
The human as benign saviour has little purchase in the Anthropocene, in which we 
have become aware that human influence on the planet has been anything but benign, or 
solicitious to the welfare of “dumb animals”, species of which are becoming extinct at an 
ever increasing rate.  
Conclusion: Sliding into Permeable Learning 
Along with ongoing poetry writing in relation to each experiment, the proposed next 
stage of this study is to reconvene science club, with all its myriad non human and human 
bodies in attendance, for an arts-based workshop construed as science club as art. This will be 
concurrent with ongoing poetry, narrative and exploratory writings as sampled here, enacting 
tin shed thinking and permeable learning, as the assemblage that is science club continues to 
form and dissolve, and I attempt to use aspects of it to address the research questions. This 
humanist overlay of researcher and researched persists, and is part of any posthumanist 
project. Ethical approval for this next stage is currently being negotiated, although this 
writing highlights the absurdity of ethics being confined to research with/on humans and 
foreshadows future Faculty Planetary Ethics Research Committees (FPERCs), which would 
pull me up on my use of plastic bags in science club and demand that matter be made to 
matter. 
Prévert chooses the verb s’écrouler to change the walls of the classroom in his poem, 
as they open to the imagination: les murs s’écroulent. This word means to collapse like a 
house of cards, to lose value, to relinquish resistance, and in the vernacular, to become weak 
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with laughter (Larousse, 2016). The membranes of walls and stationery weaken and multiple 
flows of agency fashion them into other things. Ecroulement is a French geological term 
describing the désolidarisation of an edifice, such as a chalk cliff. This chapter has attempted 
a similarly dramatic shift of concepts, using the arts of literary and academic writing to slide 
them together like moraine, as childhoodnature, girlbird and artscience merge in ongoing 
becoming. The reference list of this chapter, too, although dense with academic theory, is 
shot through with newspaper articles, social media video, poetry, children’s picture books 
and other aesthetic literature. What is as solid as rock or curriculum or academic writing 
becomes understood as permeable. There is much further to go, however, in imagining an 
artscience learning event that is not human sanctioned and controlled, and truly engages 
distributed agencies. This is learning that does not succumb to humanist hierarchies that place 
male above female, science above art, and culture above nature. 
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